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Scans regular Research columns feature is refereed byDrRoss]. lodd, Associate Professor,
School ofCommunication, Information and Library Studies atRutgers University, the
State University ofNew Jersey. Research columns continues tobuild a value for research
as aprocess, strengthening the theoretical basis for the practice of teacher-librarianship. It
gives particular emphasis todemonstrating how research can inform practice through the
application offindings, questioning ofassumptions, and identification and analysis of
practical problems. This issue is the first part ofa two part article reflecting on the
nature of collaborations between teacher-librarians andteachers. Discussion includes a
focus on the action research cycle as an important tool and '...a key educational
framework for collaborative partnerships..

' ... sacredalliance among teaching,
learning and leading' to create a
productive and supportive learning
environmentthat is responsive to
students' backgrounds, diverse needs
and interests (Lambert 2003, p. 425).
Frost & Durrant (2003) further
identifythree critical dimensions to
the leadingof learning; collaboration
and partnerships; experimenting with
practice; and gathering and using
evidence, founded on a framework
support that involves reflection and
critical discourse, planningand
strategicaction about learning, rather
than the micro-political tensionsof
professional authority and support
(Frost& Durrant 2003,pp.I75-176).

Teacher-librarians are not isolated
from, nor immune to, these initiatives.
The literature ofschool librarianship
increasingly focuses on the school
library's contribution to student
learning outcomes, the critical impor­
tance of evidence based practice as an
issueand direction for the field, and
the need for teacher-librarians to
address more carefully the dynamics
of instructional interventionand the
nature of collaborations through the
school libraryand their relationships
to learningoutcomes. Accordingly,
this paper examines the three dimen­
sions identified by Frost & Durrant
(2003): collaboration; reflective
action; and learningoutcomes,

Alberta Initiative forSchool
Improvement. In Australia, for example,
Victoria's Principles ofLearning and
Teaching initiative and Queensland's
New Basics I Productive Pedagogies
initiative reflect a similarintent. The
New SoutbWales Quality Teaching
initiative centreson a three dimen­
sionalmodelof pedagogy, embracing
the development of high levels of
Intellectualquality, promoting a
Quality learning environment, and
developing and makingexplicit to
students the Significance of their
work. Suchinitiatives provide a philo­
sophical and a professional basisfor
developing classroom practices that
foster high quality learning outcomes.

Underpinning these initiatives are not
just concernsabout teachereffective­
ness per se, but an acknowledgement
that learning is complex, and that the
teacher is the most important element
influencing conceptual development
and change, and attitudes and values
of students (Goodrum, Hackling &

Rennie 2001). Also underpinning this
is a philosophy of educational leader­
ship that explicitly focuses on the
leadingof learningand the transfer­
mative role of learning,rather than on
role, authority or position centered
conceptions of leadership (Oyinlade,
Gellhaus & Darboe 2003;Frost &

Durrant 2003;Lambert 2003).
Lambert, for example, speaksof the
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cross the globe, an increased
focus on understanding the
dynamics of schoolreform

and its implementation havecentered
on improving the quality of teaching,
assessment and learning outcomes. In
a context of continuousschool
improvement and clearcalls for
schools to createmoreproductive
learning cultures, increased engage­
ment of students, the aspects of
teacher pedagogy and teacher effective­
ness have emerged as critical and
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from the Student learning through Ohio
school libraries studyundertaken in
2003 across Ohio. The model posits
that as a dynamic agent oflearning,
a school library's intellectual and
physical infrastructure centerson three
essential interactive and iterative
components: informational (the
information resource and information
technology infrastructure; transforma­
tional (the instructional interventions
and student engagement initiatives),
andformational (learning impacts and
studentoutcomes). These components
areshown in the model below

Accordingly, the physical and
personnel infrastructure of the school
library werecollected: data related to
staffing levels, resource levels, infor­
mation technology infrastructure, and
fiscal support levels, as well as dataon
the nature of their instructional role,
their informationliteracy initiatives,
collaborations, reading support
initiatives, and perceptions of the
impact of the schoollibrary's role on
student achievement.

Specifically in relation to partnerships,
the teacher-librarians in Delaware
were asked to identify the nature of
and extent of their instructional

Model of the school library asa dynamic agent oflearning.

as to what it is, and there is alsoa
limited understanding of the process
of collaboration that enables effective
and quality pedagogy for the school
library.

These questions areallbased on the
assumption that teacher-librarians
actually do collaborate withclassroom
teachers. Emerging research provides
some evidence that this role of
collaboration remains predominantly
rhetoric, rather than mainstream reality.
A recent studyof 154public school
libraries in the US stateof Delaware,
(100% ofallpublic school libraries in
thestate) undertaken by Todd (2005)
suggests that levels of collaboration are
very low Thisstudy, undertaken from
October 2004 to February 2005 on
behalf of the Governors Task Force on
School Libraries in Delaware, wasa
comprehensive webbasedsurveythat
collected dataregarding the informa­
tional, transformational and forma­
tional dynamics of the school library.
Theconceptual framework nsedfor
structuring the survey instrumentwas
based on theModel of the school library
asa dynamic agent of learning,
developed by Todd and Kuhlthau
(2004). Thismodel wasdevelopedleading of learning

through collaboration and
partnerships
In a broadersocietal trend towards the
development of community, team
work, and partner leadership, collabo­
ration is increasingly posited as an
approach to engaging schoolcommu­
nities in educational reform. The
conceptof collaboration is not new to
teacher-librarians, emerging in the
early 1980s (forexample, Loertscher
1982) as a basis for the instructional
planning and integration of informa­
tion literacy standards into curriculum
content. Montien-Overall (2005)
posits that collahorators not only
'...plan,decide and act jointly; they
also think together, combining
independent conceptualschemes to
create originalframeworks.' In relation
to teacher-librarians, Montien-Overall
argues that thereis a lackof consensus

through the lensof recentresearch
studies to provide insights into and
opportunities for teacher-librarians to
lead learning through the school
library. A focus on collaboration,
reflective action and learningrests of
several important assumptionsthat are
fundamental to the leading of
learning: teacher-librarians read
research about teaching and learning,
and incorporate findings of this
research into their instructional

practices; teacher-librarians engage in
teaching, and the teaching-instruc­
tional role is a clearly evident
phenomena in their schools; teacher­
librarians havea strong and positive
collaborative relationship with
classroom teachers and are partner
leaders in implementing curriculum
goals; teacher-librarians clearly articu­
late their learning leadership in terms
of learningoutcomesin terms of the
growth of knowledge and understand­
ing; higherlevels of literacy, reading,
learning, problem-solving and
technology skills. For someteacher­
librarians, workingon these central
assumptions might be some initial
steps to quality pedagogy
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involvement in relation to English
Language Arts, Social Studies, Science
and Mathematics. The following
categories were used in this study to
identify the level of interaction:

Cooperation: the teacher and the
teacher-librarian may communi­
cate informally about a short term
project but work independently

Coordination: the teacher and
teacher-librarian may meet
together to discuss a lesson/unit of
study. The individual goal setting,
learning experience design,
teaching, and evaluationare done
independently

Collaboration: the teacher and
teacher-librarian jointlyset goals,
design learning experiences, teach
and evaluate a comprehensive unit
of study.

Thisstudyfound that cooperations
were thepredominant mode of
teacher-librarians' interaction with the
school community. A considerable
number of cooperations take placein
English Language Arts, Social Studies
and Science and typically these are
more than once-off events,with a
number of schools engaged in
multiple cooperations. It was in the
Mathematics areawhere the highest
numbers of no cooperationswere
recorded (66 schoolrecording no
activity here). 15.5% of primary
teacher-librarians did not appearto
engage in any form of cooperation.

Thedataon the number of coordina­
tionsindicated that a significant group
of teacher-librarians did not engage in
any level of formal (as opposed to the
more informal) interactionswith
teachingfaculty in relation to curricu­
lum activities that involve the library.
Specifically, 285% of teacher-librarians
had no coordinations in English
Language Arts, 32.5% of teacher-librar­
ians had no coordinations in Social
Studies, 39.6% of teacher-librarians
had no coordinations in Science, and
75.3% of teacher-librarians hadno
coordinations in Mathematics. Teacher­
librarianswho were involved in

coordinations typically had between
one and five coordinations per year,
with a small number of school libraries
with over 20 coordinations per year.

Compared to the number of coopera­
nons and coordinations, the number of
collaborations, where the teacher and
teacher-librarians jointlyset goals,
design learning experiences, teach and
evaluate a comprehensive unit of study,
was low. 60% of teacher-librarians did
not engage in formal collaborations to
integrate information literacy into the
English curriculum, and considerably
higherpercentages in the other curricu­
lumareas identified in thisstudy. At
the same time, there wasa small group
of teacher-librarians who didengage in
an extensive number of formal collabo­
rations. Whilea crosstabulation
analysis withavailability of certified
teacher-librarians and full time staff
indicate that these aspects might be a
possible explanation for the lowlevels
in primary schools, it does not provide
a plausible explanation for thisgap in
middle and highschools.

Callisons findings ofsurveys of
teacher-librarians in Indiana show
similar results (2005). 48% of high
schools, 44% of middle schools and
25% of elementary schools reported
that someteachers and the school
librarian collaboratively planand
teach curriculum units. Overall,
available datashow that the concept of
collaboration is more espoused than
practised by teacher- librarians.

Collaboration is a vexedissue in the
school library arena, with concerns not
just in relationto the extent to which
teacher-librarians engage in meaningful
instructional partnerships, but broader
pedagogical concerns, such as: do
teacher-librarian and teacher collabora­
tionsactually work, that is, do they
enable students to achieve? Do they
enable students to achieve better and/or
more than traditional instructional
methods suchas isolated library
lessons not linked to curriculum
content?What is the nature of the
achievement enabled by teacher and

teacher-librarian and teacher collabora­
tions? Is collaboration the mostappro­
priate mode of instructional
intervention? Should teacher-librarians
focus on the individual and small
group helprather than class room
collaborations? Whatare the key
pedagogical processes thatunderpin
the design and implementation of
successful collaborations? In addition,
little research has also explored oneof
the fundamental assumptions under­
pinning teacher and teacher-librarian
collaborations, that is, that classroom
teachers actually wantto collaborate
with teacher-librarians, and actually
endorse themutual planning, design,
implementation and evaluation of
instructional interventions. These are
critical questionsthat teacher-librarians
will needto address so that the school
library, as an essential componentof
the information ageschool, is not
overlooked in major reform initiatives.

The leading of learning and
experimenting with practice
Consistent with the current focus of
quality pedagogics frameworks, the
starting point is teacher-librarian
pedagogy and teacher-librarian effec­
tiveness. In the context of educational
leadership and schoollibraries, the
critical question is: What constitutes
effective sharedpedagogy that enables
learning outcomes? According to
Harada (2005), the individual practi­
tioner, whether teacher or teacher­
librarian, must be at the centerof the
reform effort, and change must take
place in teaching behaviours to bring
about changein learningoutcomes.
At the outset, this involves reflective
practice,and experimentingwith
practice. According to Harada, the
starting point of collaboration is not
so much the teacher determining the
curriculum content to be taught, and
the teacher-librarian determining the
information literacy skills to be
developed and these two endeavours
being somehow merged together;
rather, the starting point is the identi­
fication of a learning needin the
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following steps: I. developing a plan
to investigatethe concern; 2.
implement actions or strategies to
improve learning outcomes;3.
observingand recording evidenceof
actions; 4. reflecting on outcomes;5.
developing an ongoiugcycle of
planning informed by the evidence
(Hopkins, 1985). By its very nature,
action research is responsive, interac­
tive, constructive, experiential, reflec­
tive, systematic,and outcomes
oriented: all key conceptsunderpin­
ning the NSW Quality Teaching model.
In essence, a commitment to
QualityTeaching, evidence and learning
outcomes direct the cycle of experi­
mentation, action and reflection that
underpins action research. In doing
so, a cycle of personal, collective and
organisationalrenewal takes place,
and brings the school library more
clearlyinto school wide reform and
continuous improvement agendas.

[Editor's note: this research article willbe
continuedin the November issue of Scall}

a role based (ie, teacherand teacher­
librarian) initiative, it was partner
leaders leadinglearning initiative.

In the context of leadiugof learning,
action research represents a key educa­
tional framework for collaborative
partnerships to plan, develop,
implementand evaluate collaborative
inquiry. Action researchpursues action
(or change) and research (or under­
standing) at the same time. In most of
its forms it does this by using a cyclic
or spiral process which alternates
between action and critical reflection
and in the later cycles, continuously
refining methods, evidenceand inter­
pretation in the light of the under­
standing developed in the earlier
cycles. Action research by teachers and
teacher-librarians focuseson the
question: How can I help my students
improve the quality of their learning? As
Haradahas identified, engaging in
action researcharises out of specific
concerns related to student learning
outcomes,and typically engages in the

Harada (2005) asserts that there must
be a learningcentred catalystfor
collaboration. In her research, these
included: students' lack of understand­
ing of research as a processwhich
impeded their development of curricu­
lum knowledge, improving the power
ofjournal writingas a means of
cognitive and affective expressions of
learning outcomes; engagingupper
primarystudents in problembased
inquiry. Each of these catalysts
provided the basis for designing
creative interventionsand developing
ways of charting improvements in
learning, and reflecting on the efficacy
of the interventions in relation to

learning outcomes gained. In her
research with teachers and teacher­
librarians, Harada found that the
spiralingcycles of action and reflec­
tion formed core of collaborative
inquiry This cyclic processof experi­
mentationand reflective action
enabled the teaching partnerships to
think and act togetherand refine their
teaching process. It enabled them to
combining independent conceptual
schemes of information literacy and
curriculum standards to create original
frameworks for improvinglearning
Outcomes. For example, the teams
found that the combinationof guided
practice and feedback and conferenc­
ing, use of Think aloud technique, the
eo-construction of rubrics for notes
and products, the need for debriefing
sessions following new learning
experiences, and student-generated
questionsform the core of inquiry. In
essence, instead of collaborationbeing

context of knowledge, skill and attitu­

dinal outcomes to be desired, and the
teachingpartners adopting a research
stanceof defining the problemor
situation to be addressed;selecting
appropriate interventions; identifying
techniques for data collection;
implement the planning-action-evalua­
tion cycleakin to action research, and
evaluating the result, in both refining
pedagogy and instructional interven­
tions,and in charting the learning
outcomes.


